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Burnett, Sharron Taylor. EdD. The University of Memphis. May 2013. An Examination
of Retention at a Private Liberal Arts Historically Black College. Major Professor: Dr.
Katrina Meyer.
Retention is critical to the achievement of institutional mission and graduation at
all institutions of higher education. The greatest loss in retention occurs from the
freshman year to the sophomore year. This study explored the retention of first-time firstyear college students at a historically black college, for a five-year period, beginning in
fall 2006 through fall 2010. It used data obtained from a secondary data source for 3,047
first-time full-time students. Variables included cognitive, institutional, and social
factors. Cognitive factors included high school grade point average (HSGPA), ACT, fall
grade point average (FAGPA), and cumulative grade point average (CUGPA).
Institutional factors included financial aid received (FA), financial aid amount
(ADAMT), financial need met (NEED), and Pell Grant recipient (PELL). Social factors
include gender (G), residential living status (RLS), first generation college student
(FGEN), and family size (FS). Logistic regression was used to analyze the data and
predict whether students were retained. Analysis of the regression model showed that the
most significant predictors of retention were financial aid received, Pell received,
cumulative grade point average, and residential living status. Gender, first generation
and financial aid amount follow in significance. The overall categories of institutional
and social factors were more significant than cognitive factors.
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AN EXAMINATION OF RETENTION AT A PRIVATE LIBERAL ARTS HISTORICALLY
BLACK COLLEGE
Chapter 1: The Research Problem
Statement of the Problem
Would it not be nice to be able to predict which students will stay or leave an
institution of higher learning? Institutional effectiveness is often measured by its ability
to graduate students which presumes it can successfully retain students from year to year.
If a means of predicting which student will stay or leave is developed, would not the use
of this information in retention plans increase the institution’s ability to provide needed
support to students? Imagine the focused support services that could be provided to
students once the real barriers to retention are identified. Everyone would be happy if
this could be done—the student, the institution and the regulators. The student could
believe that institutional actions supported their educational attainment goals; institutions
could demonstrate consistent efforts to achieve respectable graduation rates through
support services; and regulators could measure successful strategies based on results of
retention support services. One of the many aims of retention research is to produce
measurable outcomes for students, families, colleges and universities, and society at large
(York, Bollar, & Schoob, 1993). While idealistic, the lack of data to predict college
student retention, particularly for minority students, presents a significant problem for
higher education institutions.
Retention and persistence rates have serious implications at the institutional level
in colleges and universities. Agencies and funding sources have placed greater demands
1

on higher education institutions for accountability. Students, parents, and employers
have vested interests in assessing the value added by higher education institutions. What
is the finished product that these stakeholders are looking for? Students, parents, and
employers view the attainment of a degree along with the mastery of a specific skill set as
evidence that graduates will be productive members of society. Students desire
employability and upward mobility; parents want their children to acquire increased
knowledge and skills to ensure success; and employers need graduates to have the
requisite knowledge, skills, and abilities to perform in the work world.
American College Test commonly known as ACT (2010) produced a report on
national collegiate retention and persistence to degree rates. The report provided
freshman to sophomore year retention rates by institutional type and by institutional
selectivity. The overall retention rate was 66.7%. ACT (2008, 2009) also provided
summary tables of retention and completion rates. Table 1 lists the retention trends from
freshman to sophomore year for the period fall 2008, fall 2009, and fall 2010.
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Table 1
Retention Trends Freshman to Sophomore Year (Percent Retained)
2008
2009
2010
Two-year public

53.7

53.7

55.7

BA/BS public

68.0

67.6

67.6

MA public

70.0

69.8

67.3

PhD public

72.9

74.4

78.6

Two-year private

55.5

55.5

58.6

BA/BS private

69.6

69.9

68.7

MA private

72.3

72.0

71.4

PhD private

80.4

80.6

80.3

National

65.7

65.9

66.7

Source ACT (2008, 2009, 2010)

The ACT Reports indicate that the national retention rate from freshman to sophomore
year only increased slightly in the period 2008 to 2010 from 65.7% to 66.7 %. Two-year
public, PhD public, and two-year private institution types had retention rates that
increased. All other institution types show retention rates remaining the same or with
slight decreases.
Potential Significance
Since the 2008 presidential election, President Barack Obama and the Obama
administration has expressed commitment to education. The Administration introduced
the American Graduation Initiative. This initiative will build on the strength of
3

community and technology innovations to increase the number of college graduates. The
plan included increasing the number of community college graduates by 5 million,
establishing a community college challenge fund providing competitive grants for
institutions who demonstrate improved education and employment outcomes; funding for
innovative strategies to promote college completion; modernization of college facilities;
and creation of an online skills laboratory ("Excerpts of the president’s remarks in
Warren, Michigan and fact sheet on the American graduation initiative," 2009).
The American Graduation Initiative set the goal for the United States to graduate
the highest proportion of college graduates in the world by 2020 ("America's best
colleges: Obama's goal for higher education," 2010). In 2010, the United States ranked
12th among developed countries in the percent of young adults with college degrees. Only
40% of Americans earn a college degree. In order to regain the international lead,
America will have to educate around 60% of Americans. The objective is to increase
competitiveness in a global society. In addition, higher education would have to increase
access to college and accelerate learning and support in the workplace thus, increasing
consumer confidence in the educational product. Policy makers and educational leaders
are looking for an answer to the economic success of America and one solution is set
squarely on educating the workforce.
Obtaining a greater understanding of the retention trends of minority students will
enhance society’s and an institution’s ability to graduate students. This is significant
because the number and percent of minorities in the population are growing and to reach
the 2020 goal, institutions must figure out how to retain these students to degree
4

completion. The 2010 U. S. Census Bureau found that minority populations grew more
than the total population of 308,745,538 (Humes, Jones, & Ramirez, 2011, p. 4). The
Asian population grew faster than any other major race group at 43.3 % representing an
increase of 4,431,254. Other minority groups followed Asians with increases ranging
from 24.4% to 12.3%. African Americans represented the smallest increase in population
12.3% or an increase of 4,271,129; however, the race remains the second highest percent
representing 12.6% of the total population. Hispanics or Latinos increased by 9.75% or
27,323,632. American Indian and Alaska native increased by 18.45 or 434,292; however,
they still remain less than 15 of the total population (Humes et al., 2011). The
determination of those variables that affect retention of minority students will contribute
to the ability of society to educate a greater proportion of those who need or want higher
education. In a global economy, societies must be able to educate more individuals to
remain competitive. A specific look at minorities in a minority environment of a
historically black college provides further insight on the retention of minorities at
historically black colleges and universities (HBCU).
Theoretical Framework
An extensive body of student retention and persistence research literature exists
that spans four decades in books and journals; and these topics have been the subject of
numerous presentations at professional meetings and conferences dedicated solely to
student retention (Tinto, 2006, p. 1).
Tinto (1993, 1987) posited two forms of student departure. They were academic
dismissal and voluntary withdrawal, with voluntary withdrawal being the most common.
5

Tinto asserted that leaving college reflected significant differences in the intentions and
commitments with which students enter college and the different character of individual
integrative experiences in academic and social communities within the college (Tinto,
1993, 1987, p. 82). Grayson and Grayson (2003) found it difficult to generalize about
why students leave because this varies from institution to institution. They concluded
that most students leave in their first year, partly as a result of poor academic integration.
They also indicated that Tinto’s integration model may not apply to commuter and adult
students, or minority students (Grayson & Grayson, 2003, p. 21). Nora, Cabrera,
Hagedorn and Pascarella ( as cited in Nora, Cabrera, Hagedorn, & Pascarella, 1996, p.
447) argued that explanations for minority retention and non-minority retention differ.
These researchers found that the only factor that affected both minority and non-minority
groups is grade point average (GPA). Grayson and Grayson (2003) concluded that
different models are needed to study attrition of minority and non-minority students; and
that student integration considerations, racial climate, and student financing are relevant f
actors in the explanation of minority student attrition (p. 22).
The ongoing discussions on the importance of retention and the varying views
on the applicability of generally accepted retention theories highlighted the need for
specific research focused on minority student retention in HBCUs. Minority student
retention at HBCUs refers to the ability of the HBCUs to retain African American
students. Henderson and Kritsonis (2007) examined retention and graduation rates of
African American students at HBCUs (p. 3). They noted the absence of research which
included psychosocial variables and their effect on retention. Further, Swail, Redd, and
6

Perna, (2003) proposed a framework that focused on student retention and success for
minority students (pp. 88-92). Swail et al. defined a student retention framework with
five components, including recruitment and admissions, financial aid, student services,
curriculum and instruction, and academic services, surrounded by a student monitoring
system. While Swail supported this framework, he again cautioned that each institution
must develop its own retention strategies to be successful.
Other researchers (Washington & Schwartz, 1998) have investigated the retention
of minority students in a homogeneous environment to determine the factors predicting
academic success and retention to degree attainment. However, they highlight the fact
that little research exists on retention of African Americans at historically black colleges.
This study will expand on the limited body of research specifically focused on retention
rates in an HBCU environment and will base its variable selection and research question
on the Tinto’s social integration theory along with the complimentary model of Bean and
Eaton’s psychological theories of student attrition. Four psychological theories undergird
the Bean and Eaton’s model and they include attitude-behavior theory, coping behavioral
theory, self-efficacy theory, and attribution theory. These behaviors are believed to
affect the academic and social integration of the student (Bean & Eaton, 2001, pp. 74-75).
Similar to a study conducted at a Mid Atlantic historically black public institution
(Nyirenda & Gong, 2010), that used these combined theories, this study determined what
factors predict student retention at a private historically black institution. The study
included variables that have been identified in previous literature and utilized in studies
on retention in both traditionally white institutions and historically black institutions. The
7

variables used in this study can be aligned with Swail’s Geometrical Model of Student
Persistence and Achievement. This model places the student and his experiences in the
center. (Swail et al. 2003, pp. 76-77) The model also considers cognitive, social, and
institutional factors. The variables were grouped as cognitive, social, or institutional
factors.
Research Questions
This study explored retention at a small, private liberal arts historically black
college (PLAHBC). More specifically, the study examined cognitive factors that
included high school grade point average (HSGPA), ACT score (ACT), fall semester
grade point average (FAGPA), and cumulative grade point average (CUGPA) for firsttime full-time freshmen entering the college in fall 2006, 2007, 2008, 2009, and 2010.
Social factors included gender (G), residential living status (RLS), first generation
college student (FGEN), and family size (FS). The institutional factors considered
included financial aid (FA), financial need met (NEED), Pell grant (PELL), and aid
amount (ADAMT). The study answered the research question what cognitive, social,
and institutional factors predict student retention at a private liberal arts historically black
college? It determined the effect of the independent variables on the dependent variable,
student retention (SRET). The research hypothesis was that cognitive factors, social
factors, and institutional factors combined affect the student retention decision.
Definitions of Terms
For purposes of this study, several terms required specific definitions. These are
described below:
8

Cost of Attendance (COA)—costs related to a student’s enrollment including
tuition and fees, room and board, allowances for books and supplies, transportation and
miscellaneous personal expenses (The Research and Publications Group, 2005, pp. A-8).
Expected Family Contribution (EFC)—a calculated amount based on the federal
formula of how much a student’s family can contribute to the cost of the student’s
education (The Research and Publications Group, 2005, pp. A-13).
Financial Need— the difference between the COA at a college and the EFC (The
Research and Publications Group, 2005).
First generation college student—student whose parents have not received at least
a bachelor’s degree (Pascarella, Pierson, Wolniakm, & Terenzini, 2004, p. 249)
First-time freshman--students new to the institution who have not attended any
other institution prior to enrolling at the current institution (IPEDS Data System, n.d.).
Geometric Model of Student Persistence—a framework that focuses on the
cognitive, social and institutional factors that all take place within the student (Swail et
al., 2003, p. ix).
HBCU—black colleges and universities established prior to 1964 whose primary
mission was and is the education of black Americans, and are accredited by a nationally
recognized accrediting agency or association (Hutto & Fenwick, 2002).
Integration—a process of an individual becoming involved with the academic and
social environments of the institution one is attending (Tinto, 1975, p. 103).
Minority—referred to as students of color (Swail et al. 2003, p. 11).
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Persistence—continuous enrollment from term to term (i.e., from fall term to
spring term (Tinto, 1975).
Retention-- defined as the continuous enrollment of a student from first fall term
to the second fall term (Seidman, 1996). More specifically, this study refers to retention
from the freshman year to the sophomore year.
TWI—traditionally white institutions (Fries-Britt & Turner, 2002, p. 316).
Assumptions
This study used existing data collected and held by the historically black college
that is the site and focus of this research. Therefore, one must assume that the data
collection methods used by the institution to collect the data were sufficient to allow
accurate and complete information. One must also assume that the entry of information
into the administrative systems of the institution took place under control mechanisms
that increased the accuracy and completeness of the information. Further, it must be
assumed that the information provided by the students to the institution was true, accurate
and complete.
This study assumed that retention was defined as above; this is in contrast to
studies referenced in chapter 2 which use both retention and persistence.
Limitations
The limitations of this study can be identified in two concerns. The first is that
the independent variables included in the study may be significantly related. To check
for collinearity, a coefficients table identifying tolerance and variance inflation factor
(VIF) was utilized. This means that the association of independent variables to other
10

independent variables has not been considered. Further, several other cognitive, social,
and institutional factors could have been included. Cognitive factors that have not been
included are course grades or institutional standardized test scores. Social factors can
include factors such as extracurricular activity participation and age. Institutional factors
could include student support services such as tutoring and counseling services.
However, it must be noted that other cognitive, social, and institutional factors were not
available from the institution’s data.
The limitations of regression analysis include timeliness of data collection; the
volume of quantitative data required; the likelihood that regression concludes that a
strong link between two variables exist without considering other important variables;
and the relationship between the different explanatory variables are often circular.
Organization of the Study
Chapter 2 reviewed the existing body of related literature on minority retention,
particularly in the HBCU environment. Chapter 3 described the methodology employed
in this study. The population sample and data elements were defined in this Chapter.
Chapter 4 highlighted the results and discuss the significance of these results in light of
prior studies and results. Chapter 5 summarized the conclusions and insights drawn from
the research and examined the implications for further research.
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Chapter 2: The Literature Review
Introduction
“Successful navigation requires accurate maps, often maps that are created along
the way as much as they are defined by those who led the way” (Hoffman & Lowitzki,
2005, p. 470). This is how the authors of one study on predicting college success with
high school grades and test scores chose to conclude their work. A better description of
the pathway to answering the question of retention could probably not be found. Maps
and guides that have been developed along the way; however, the pathway also requires
that new routes be developed on the way to the desired destination. Determining who
stays or leaves any institution can be guided by the literature, but must also take into
consideration the individual mission and characteristics of the specific institution.
The review of the literature will be organized in a manner that recognizes the
broad research on the retention issues initiated by Vincent Tinto. Tinto is considered to
have given birth to what is the most widely accepted research on retention. A review of
other relevant researchers on the topic of retention, including Alan Seidman, John Bean,
John Braxton, Ernest Pascarella, and Patrick Terenzini will be highlighted. Following the
broad layout of retention research, the next point of focus will be on studies conducted on
minorities at traditionally white institutions. Lastly, the discussion will conclude with an
examination of specific research on minorities at minority institutions which is directly
pertinent to the research questions that will guide this inquiry.
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Vincent Tinto
Numerous studies on retention and attrition have been conducted and the model
most commonly used--the student integration model was introduced in 1975 (Tinto,
1975). The model presumes that to be successful in college, a student must successfully
integrate into the academic and social environment of the institution. College students
have to sacrifice their previously established cultural traditions and “commit cultural
suicide” (Tierney, 1999).to successfully integrate into a new college culture or
environment.
Tinto (1975) formulated his theoretical model using dropouts to explain the
interactive processes between the institution and the individual which led to the student’s
decision to depart the institution. This model is shown in Figure 1. This original model
consisted of a schema that included pre-entry attributes such as family background,
individual attributes, and pre-college schooling. The model posited that the dropout
decision is influenced by the goal and institutional commitments (both at the end and the
beginning of the departure decision) and the experiences of the individuals with
integration into the academic and social environment (e.g., participation in class projects,
involvement in intramurals, residence hall life, or campus clubs). Tinto’s model has been
criticized for its application of Durkheim’s theory of suicide to the dropout decision. The
model suggested that failure to successfully integrate into the social and academic
environments causes one to commit educational suicide (or voluntary withdrawal). Tinto
recognized that this research did not include information relating to race and dropouts
from higher education (Tinto, 1975, p. 119).
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Tinto’s model (Tinto, 1987, pp. 148-152) granted that institutions must (1)
provide resources and program development and incentives for program participation that
reach out to faculty and staff; (2) commit themselves to a long-term process of program
development; (3) place ownership for institutional change in the hands of those across the
campus who implement that change; (4) have institutional actions coordinated in a
collaborative fashion to ensure systematic, campus-wide approach to student retention;
(5) frontload efforts on behalf of student retention; and (6) continually assess actions with
a view toward improvement to demonstrate effective retention strategies.

Figure 1. Tinto’s Student Integration Model
Source: Tinto (1975)
14

Tinto (1987, 1993, p. 212) acknowledged that no single path to the successful retention of
students exists. He further suggested that it was the ongoing commitment of faculty and
staff to the education of students that determined the degree of successful retention. The
major theme of Tinto’s model was that student departure is more a function of what goes
on within the institution after a student enrolls than what may have occurred before his or
her enrollment decision (Tinto, 1987, 1993, p. 228). Not until Tinto’s model was
modified to include external commitments, such as family and work, was the model
considered useful for studies of minority students. Another important point Tinto makes
from his work is that a comparison of expected versus actual retention rates may be more
useful as regulators look for a measure of success for individual institutions. This
method could take into consideration institutional type and student characteristics (Tinto,
1975, p. 228).
Tinto’s most recent research (2006) outlined three changes in the evolution of
student retention studies (pp. 3-4). First, he stated that a better understanding of the
experiences of students with different backgrounds has been greatly enhanced along with
the appreciation of how a broader array of forces-- cultural, economic, social, and
institutional--shape student retention. Second, Tinto stated that an understanding of how
the process of student retention varies in different institutional settings, including
residential and non-residential and/or two and four-year institutions. The third evolution
is managing the factors that affect student retention and the range of models, including
sociological, psychological, and economic variables to explain student departure. Tinto
15

(2006) concluded that the really difficult work of shaping institutional practice,
particularly as it relates to low-income students, has not been addressed.
Other Relevant Researchers
Graduation rates have long been used as a measure of accountability for
institutions of higher learning. Muraskin, Lee, Wilner, and Swail (2004) conducted a
study as a part of the Pell Institute for the Study of Opportunity in Higher Education. The
study asserted that common among institutions with higher graduation rates are shared
values among students and faculty. This study found that an effective retention strategy
required more than a mere tweaking of institutional policies and practices, but rather it
needed systematic consideration on at least the state level (Muraskin, et al. 2004, p. 47).
But how do you get to degree attainment or acceptable graduation rates, if you cannot get
students to stay in school? What causes students to abandon educational goals? These
questions have as many different answers as types of institutions and types of individuals
who attend higher education.
Defining the problem of retention can be a challenging task. Retention has been
defined in a variety of ways. In an article on defining retention, Seidman (2004) defined
retention in three different ways: program retention, course retention and student
retention. Program retention was defined as the current traditional way of defining
retention in which full-time first-time students were monitored over time to see whether
they graduate in the intended major at entry (Seidman, 2004, p. 134). Course retention
was defined as the number of students enrolled in a course and who complete the course
with a satisfactory grade. This method does not take into consideration whether a student
16

is full-time or part-time nor does it consider whether the student is in his first, second,
third, or fourth year (Seidman, 2004, p. 133). Finally Seidman stated that student
retention seeks to determine whether a student obtained his or her educational goal prior
to leaving the institution (p. 134). He suggests that a student who misses two consecutive
semesters should be contacted as this prompts them to return. This student retention
definition does not include a student who indicated he reached his academic goal prior to
departure.
Seidman (2004) also advocates for the use of different definitions of retention for
different types of institutions. He states that institutions with varying missions should be
given consideration for these factors when determining retention. If a college admits
high-risk students and retains them at a good rate, this should be seen as a positive
indication of achieving its mission. If similar institutions achieve similar retention and
graduation rates, it speaks to the experience students receive from that type of institution
(p. 132). This is important because the uniqueness of mission and environment can have
relevant effects on retention rates. Researchers stated that the differences in
demographics and organizational cultures are very important in identifying the factors
that affect retention of students. Researchers posit that student interaction with the
institution and individual attributes of the student are important factors in examining
student departure.
In an earlier article prepared for the Center for the Study of College Student
Retention, Seidman (1996) discussed his views on the variations in defining retention.
He further expounded on his view of a successful retention strategy. Seidman provided
17

the following model: RET = E ID + (E + In)Iv where retention (RET) equals early
identification (E ID) plus early and intensive intervention [(E+In)Iv]. This model
measures positive interaction between students and the academic and social environments
of the institution. The key elements of this model include early and intensive
interventions. Seidman stated that programs that assist students with transition into social
and academic systems of the institution include orientation programs, counseling and
student development services, assessment, remedial and academic support services, and
the development of education communities in the classroom. He posited that colleges
and universities are not effectively using intervention measures. Seidman stated that
interventions must be powerful enough to affect change. It is also interesting to note that
good retention strategies include providing remedial academic support services to
students. This was also a characteristic of institutions with highest graduation rates
(Muraskin et al., 2004).
Reason, Terenzini and Domingo (2006) led research on developing competence in
the first year. In this study, researchers identified seven principles of the foundational
dimensions that underlie the structures, activities and cultures of institutions that are
effective in promoting the success and persistence of first-year students (Reason,
Terenzini, & Domingo, 2006, p. 151).
The foundational dimensions prove that institutions with an effective first year
employ the following practices: (1) have organized structures and policies that provide a
comprehensive, integrated, and coordinated approach to the first year; (2) facilitate
appropriate recruitment, admissions, and student transition through policies and practices
18

that are intentional and aligned with institutional mission; (3) assign the first college year
as a high priority for faculty; (4) serve all first-year students according to a variety of
needs; (5) engage students both in and out of the classroom in order to develop attitudes,
behaviors, and skills that are consistent with the desired outcomes and with institutional
philosophy and mission; (6) ensure all first-year students encounter diverse ideas,
worldviews, and people as a means of enhancing learning and membership in a pluralistic
society; and (7) conduct assessment and maintain associations with other institutions and
professional organizations to achieve ongoing first year improvement (Reason et al.,
2006, pp. 151-152).
In addition to first-year college students, first-generation college students were of
interest when examining the retention strategies. Pascarella et al. (2004) conducted a
study on first-generation college students and evidence of college experiences and
outcomes. This study extended upon earlier research which looked at first-generation
college students through the first year by following these students through their second
and third year of enrollment. To accomplish this, researchers utilized the National Study
of Student Learning (NSSL), a federally funded longitudinal study of college student
experiences, for initial data collection (Pascarella et al., 2004, p. 253). The original data
collection took place in fall 1992 and follow-up data collections were conducted in spring
1993, spring 1994, and spring 1995. Institutions included in the sample were selected
from the Integrated Postsecondary Education Data System (IPEDS) to be representative
of differences in characteristics including institutional type and control. The study
included nine dependent variables. Four of these dependent variables were standardized
19

measures of student’s cognitive development; four were of a psychosocial nature; and
one assessed the student’s educational degree plans. The major independent variable in
this study was first generation versus other college students. Other colleges were more
stringently defined into categories of moderate and high levels of postsecondary
education.
The researchers state that the study design, methods and instruments provide
researchers on individual campuses with prototype designs and tools for institutional
plans for their campuses that have a comprehensive perspective. The findings further
highlight the complex and multiple influences on the first-year experience and the
acquisition of academic knowledge and skill development. An intriguing point in the
study’s findings was the relationship identified between financial aid and persistence. The
findings suggested that financial aid had a negative relationship with persistence. It
indicated that aid was insufficient as opposed to ineffective. However, evidence points to
the fact that, when taken alone, financial aid represents only a partial view of the complex
dynamics at the intersections of socioeconomic status (SES), financial aid, and
persistence. The findings noted that for low-income students, inadequate financial aid
also impacted the academic and social integration which also affected persistence
(Pascarella et al., 2004, p. 280).
Other studies have indicated that persistence is crucial to the goal of higher
education degree attainment (Nora et al., 1996). Researchers conducted a study that
highlighted differences in persistence according to gender and minority versus nonminority. The study included a sample of 3,900 freshmen students from 26 colleges
20

representative of a national sample including two and four, private and public, and
commuter and residential colleges and universities. This study used the National Center
on Teaching, Learning and Assessment Survey (NCTLA), the follow-up NCTLA survey,
the College Student Experiences Questionnaire, and the Collegiate Assessment of
Academic Proficiency (CAAP) to collect data. The variables in the study cover four
dimensions: Background Characteristics, Institutional-related Factors, Environmental
Factors, and Cognitive Abilities and Affective Gains (Nora et al., 1996, p. 432).
When considering gender, variables found to be significant for females were
cumulative GPA, social interaction, and interactions with faculty. Researchers found that
importance is attached to institutional-related factors through the significance of social
interaction with peers and faculty interactions (Nora et al., 1996, p. 443). It was noted
that a one point increase in GPA for males had a positive effect on persistence. GPA was
considered most predictive for males. Additionally, social interaction had positive
relationship with persistence for males.
Significant variables for non-minorities included cumulative GPA, the need for
financial aid, the degree of social interactions, and encouragement to stay in college.
GPA had the most influence on persistence for non-minorities. The need for financial aid
had a negative effect on persistence while both social interaction and encouragement to
stay in college had positive relationship to persistence (Nora et al., 1996, p. 444).
Significant variables for minorities included having the responsibility of taking
care of children and being employed off-campus. Both had an adverse effect on
persistence. However, an increase of one point in the GPA increased the likelihood of
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persistence.
These findings all add value to the body of research on retention. However,
Pascarella (2006), in an analysis of the directions for future research, noted that future
studies should focus on uncovering the “why” (p.515). This would require a more indepth analysis so that positive results could be replicated in other environments.
In another study, Pascarella, Cabrera, Nora, Terenzini, and Hagedorn expand the
research on persistence by looking at the racial climate and the adjustment of college
students (Cabrera, Nora, Terenzini, Pascarella, & Hagedorn, 1999). The StudentInstitution Fit and Transactional models were used to assess the effects of prejudice and
discrimination. The Student-Institution Fit model purports that a student’s integration in
the academic environment is affected by factors like prejudice and discrimination. The
transactional model views racism and discrimination as psychological and sociocultural
factors that increase stress. These researchers stated that that the benefits of obtaining a
college degree were many; however, to reap these benefits one must persist to graduation.
They noted that compared to White students, African American, were 20% less likely to
complete a college degree during a six-year period.
The study examined four contentions: (a) academic preparedness at the time of
high school graduation is a key factor accounting for persistence behavior between
African-American and White students; (b) successful adjustment to college involves
severing ties with family and past communities; (c) claims that perceptions of prejudice
and discrimination are unique to minorities and persistence decisions by minorities are
influenced by a climate of discrimination; and (d) current models of college adjustment
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fail to capture minorities’ collegiate experiences (Cabrera et al., 1999, p. 3). The study
revealed no support for the claim that academic unpreparedness explained why AfricanAmericans were less prone to persist than Whites. It further revealed that disassociation
with family, friends, and past communities were not conditions for successful adjustment
to college. The contention that prejudice and discrimination were unique to AfricanAmericans was also found to not be true. But rather, it is the climate of the institution
towards prejudice and discrimination that affects the students irrespective of race. The
final contention that current conceptual models of persistence were inappropriate to
explain persistence decisions among minorities was not supported (Cabrera et al., 1999,
pp. 10-11).
The study further revealed that for both White and African American students,
persistence was determined by preparation for college, positive academic experiences,
strong parental encouragement, and academic performance in college. In addition, the
commitment of both groups to the institution is lessened by experiences with prejudice
and discrimination. The researchers conclude that institutions would be better served by
developing policies and practices based on student needs as opposed to ethnicity.
John Bean and Shevawn Eaton (2001) contributed to the literature on retention in
a study that examined the psychology of successful retention. They concluded that
different programs and activities that prompt positive psychological outcomes result in
increased academic and social interaction which ultimately increases retention (Bean &
Eaton, 2001, p. 78). This model stated that individuals enter an institution with
psychological attributes shaped by particular experiences, abilities, and self-assessments.
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The most important of these factors were self-efficacy, normative beliefs, and past
behavior (Bean & Eaton, 2001, p. 75).
Bean and Eaton’s (2001) study examined four programs: service learning;
learning communities/freshmen interest groups; freshmen orientation seminars; and
mentoring programs. The study stated that programs should be designed to facilitate
psychological growth in coping strategies, internal locus of control, self-efficacy, and
positive attitudes that allow the outcomes to have a positive effect on academic and social
integration and thus retention. This may require that institutions re-evaluate these
programs to make sure that there is a clear connection is made to the desired outcomes of
academic and social integration (Bean & Eaton, 2001, p. 85).
In his introduction to a special issue of The Journal of College Student Retention,
John Braxton (2001) describes the issue as including articles which cover retention
theories based on organizational, sociological and psychological constructs and their
approaches to reducing student departure. Braxton concludes that there must be multitheoretical and individual institutional approaches to understand and reduce student
departure (Braxton, 2001, p. 1). John Braxton and Shedrick McClendon (2001) studied
institutional practices that influence social integration and retention. The study identified
eight institutional practice domains: academic advising, administrative policies and
practices, enrollment management, faculty development, faculty reward system, student
orientation programs, residential life, and student affairs programming. The researchers
made 20 recommendations for increasing student retention. The recommendations were
intended to be implemented as a whole to achieve the greatest level of success. Further,
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the researchers advocated Pascarella and Terenzini’s (1991) idea that small levers of
policies can be as effective as large policy changes. Among those 20 recommendations
were the following deemed most appropriate for the current study:
1. Residential colleges and universities should require all first- and secondyear students to live on-campus;
2. Some financial aid be given to all students who demonstrate financial
need; and
3. Student Affairs should conduct programs that honor the history and
cultures of different racial/ethnic groups on campus. (Braxton &
McClendon, 2001, pp. 58-67)
Braxton and McClendon were careful to point out that each individual institution must
research whether or not these recommendations are appropriate for their institution
(Braxton & McClendon, 2001, p. 68).
In addition, Braxton and Mundy (2001) compiled a list of 47 recommendations
made in a special issue of The Journal for College Student Retention. The
recommendations were classified according to Tinto’s three principles of effective
retention. The first principle states that effective retention programs are committed to the
students served. The second principle states that effective retention programs are first and
foremost committed to the education of all, not just some students. The third principle
states that effective retention is committed to the development of supportive social and
educational communities in which all students are integrated as competent members.
Most importantly, the recommendations also supported the concept that small policy
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levers may be more effective in achieving an institution goal than a large-scale policy
(Braxton & Mundy, 2001, p. 116).
Helland, Stallings, and Braxton (2002) further studied student departure decisions
as it related to the fulfillment of expectations. The study looked at 718 first-time fulltime freshmen at a highly selective, private Research I institution. Three surveys were
administered at different times: the Student Information Form (SIF), the Early Collegiate
Experience Survey (ECES), and the Freshman Year Survey (FYS) (Helland et al., 2002,
p. 383).
The study revealed two important implications for practice (Helland et al., 2002,
p. 392). These practical implications indicated that it is essential for a college or
university to accurately reflect campus conditions as opposed to desired conditions.
Another practical implication was that institutions should develop a set of practices that
encourage prospective students to visit the campus.
The study concluded that the fulfillment of social expectation has a positive
influence on social interaction and institutional commitment which then positively affects
retention. The greater the extent to which a student’s social expectations for college are
met, the greater the degree of social integration. The reverse was also true when social
expectations were not met (Helland et al., p. 393).
Studies of Minorities at Majority Institutions
A study was conducted on college predisposition at high-minority enrollment,
low-income schools using the National Education Longitudinal Study used a base year of
1998 which represented the student’s eighth grade year (Hamrick & Stage, 2004). The
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study’s aim was to better explain the variance associated with college predisposition by
including some additional variables as suggested from qualitative studies such as
community involvement and educational mentoring (Hamrick & Stage, 2004, p. 161).
However, the researchers acknowledge that only a small contribution was made to the
understanding of college predisposition for African-American students. The study found
that the only two factors that directly affected African-American student’s college
predisposition were parent’s education and the parent’s expectations for the student’s
educational attainment (Hamrick & Stage, 2004, p. 163).
Flowers (2004) studied the retention of African-American students in HBCUs and
predominantly white institutions with the intent to analyze and discuss the primary
categories of research findings on factors influencing African-American student
retention.
The model used in Flowers’ study included pre-entry attributes, goals and
commitments, institutional experiences, personal and normative integration into the
institution’s environment to organize the research literature on African American student
retention (Flowers, 2004, p. 26). Data were collected through a manual search of research
journals that included issues related to retention such as Journal of College Student
Retention: Research, Theory, and Practice, Journal of College Student Development,
NASPA Journal, Journal of Higher Education, Research in Higher Education, Review of
Higher Education, College Student Affairs Journal, College Student Journal, Journal of
Multicultural Counseling and Development, and the Journal of Counseling and
Development.
27

The findings indicated that pre-college programs addressing African American
student awareness and college success skills had potential effects on retention. However,
unrealistic expectations of academic achievement had a negative impact on African
American college student retention. This supported the need for pre-college academic
counseling to provide a more realistic view of academic and social demands of college
life (Flowers, 2004, p. 28). If institutions made a concerted effort to develop institutional
priorities and related programs with African American students in mind, these students
would be more likely to be committed to the institutions and persist to graduation
(Flowers, 2004, p. 29). Institutional experiences showed that retention and persistence of
African Americans was increased when colleges and universities concentrated efforts on
examining existing services and programs and analyzing student-level data (Flowers,
2004, p. 29). Personal and normative integration was found to be a strong predictor of
student retention and academic achievement. Similar to Tinto and others, personal and
normative integration referred to acclimation to the academic culture and connections
socially to various components of the college. The extent to which students were
involved on campus, acclimated to the academic culture, and connected to the social
environment had a positive effect on retention. Thus, pre-college characteristics,
perceptions of goals and commitments, perceptions of the institutional environment, and
the college student’s experience were found to be important factors in increasing AfricanAmerican student retention.
Much of the seminal research conducted by Tinto has been viewed as not being
applicable to minority student retention. The primary reason for this view is that Tinto’s
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model insists that minority students commit cultural suicide. Contrasting studies
(Bourdieu, 1986; Tierney, 1999) conclude that Tinto’s notion of cultural suicide is not a
necessary element for successful integration into college. In fact some research (Tierney,
1999) indicated that cultural suicide had a negative effect on a minority student’s
decision to stay at an institution. Tierney (1999) studied minority retention with a view
toward examining cultural suicide versus cultural integrity which means that students do
not give up cultural identities but rather institutions accommodate and even honor
cultural differences. He delineated a theoretical framework for thinking about college
preparation programs that utilized the work of French sociologist Pierre Bourdieu and
offered a cultural integrity model that could be utilized to develop other programs that
would increase minority students’ access, participation, and retention in postsecondary
education. Tierney used the Neighborhood Academic Initiative (NAI) as an example
(Tierney, 1999, p. 81). NAI was a program, located at the University of Southern
California, for low-income urban minority students in grades 7 through 12 who have
limited chances of attending college without financial and other forms of assistance. The
program focuses on enhancing awareness about college and readiness for college.
Participants in the program must have a C average and must express a willingness to
learn supported by parents (Tierney, 1999, p. 85).
Tierney described Tinto’s model of student departure as one which viewed
college as an initiation ritual (Tierney, 1999, p. 82), with the success of the students
dependent on the degree to which the student was able to integrate into the social and
academic life of postsecondary institutions. Tinto’s model, as described Tierney, was
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one in which college students had to undergo a cultural suicide, where they made a clean
break from the communities and cultures in which they were raised and integrated and
assimilated into the dominant culture of the colleges they attended.
In his view of culture integrity, Tierney (1999) posited that not only must
students fit into the academic culture but that educational organizations must also
accommodate and honor students’ cultural differences (p. 84). He defined cultural
integrity as those school-based programs and teaching strategies that engage student’s
racial and ethnic backgrounds in a positive manner and develop more relevant pedagogies
and learning activities. Tierney cited studies that suggest those who refused to accept
assimilation or cultural rejection were more academically successful in school than their
culturally insecure peers. When minority students were able to affirm their own cultural
identities, their chances for graduation increased. If postsecondary institutions made
more concerted and meaningful efforts to affirm students’ cultural identities, they stand
to gain increased possibilities for ensuring success in college. However, the structure of
education for minority students must involve commitment to high academic and social
goals and active learning.
The NAI program chose African American and Hispanic 7th graders to participate
in the program (Tierney, 1999, pp. 85-89). The vast majority of NAI candidates were
defined as “at risk.” Most families were from the lowest socioeconomic quartile; most
were from single-parent families without college experience, and the majority changed
schools more than twice. Since 1990, the University of Southern California record of
those in the NAI program indicate that 70% graduated from high school and 60% of
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those enrolled in four-year colleges. This was considered a remarkable success because
college-going rates nationally were about 40% for high school students. The program
showed that financial assistance alone was not sufficient. The students in the program
needed economic capital, cultural capital, and cultural integrity to succeed in college.
The NAI model’s significant premise was different from Tinto’s model. In Tinto’s model
students were encouraged to abandon the cultures of the environments from which they
came. In the NAI model, the students’ families and neighborhoods were viewed as
critical agents for creating the conditions for success. The NAI model highlighted the
importance of being able to affirm rather than reject who you are and the environment
from which you come. While Tierney’s study was informative, the same conclusion
might not be drawn from a study of minorities in HBCUs. Cultural integrity may already
exist at HBCUs as the culture common to the minority student may be the dominant
culture and not have the same effect.
A related study examined the cultural perspective of students of color to generate
an intercultural framework and an understanding of minority student persistence (Museus
& Quaye, 2009, p. 69). The study was conducted as a part of a larger qualitative study
and found eight intercultural propositions for minority students:
1. College experiences are affected by their cultural meaning-making
systems;
2. Cultures of origin influence the value attached to the college attendance,
engagement, and completion;
3. Knowledge of cultures of origin are required to understand their ability to
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navigate the campus culture;
4. Cultural dissonance inversely affects persistence;
5. A substantial amount of cultural dissonance requires that a minority
student to attach to a subculture or a cultural agent;
6. The more a cultural agent understands the culture of origin, the more
cultural dissonance is reduced;
7. The quality and quantity of connections with cultural agents positively is
associated with persistence; and
8. Minority students persist when cultural agents with whom they are
connected emphasize achievement and their cultural heritage. (Museus &
Quaye, 2009, pp. 77-87)
Swail et al. (2003) contributed to the complex dialogue of minority retention.
These researchers posit a research-based framework for the successful retention of
minority students. This framework includes Swail’s Geometric Model of Student
Persistence and achievement. This model posits that student persistence is affected by
cognitive factors, social factors, and institutional factors and laces the student experiences
at the center of these factors (Swail et al., 2003, pp. 77-80). The cognitive factors relate to
academic abilities. Academic factors are important because they relate to the students’
ability to perform in the academic setting. Social factors includes factors impacting the
students which could include parental and per support, existence of career goals,
educational legacy and the ability to participate and cope in social situations. Institutional
factors relate to the institution’s ability to provide appropriate support or programs that
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meet the needs of individual students. Institutional factors form the basis for college
success. The Geometric Model shown in Figure 2 attempts to bring balance to social,
cognitive, and institutional factors in a manner that has a positive effect on student goals
and institutional mission, thus affecting retention in a positive manner (Swail et al., 2003,
pp. 77-80).

Figure 2 Swail’s Geometric Model of Student Persistence and Achievement

Communication and information is important in the development of the support structure
required for students. It must be stated that needs of students change at different levels
and institutions must adjust according to student needs.
This framework also includes five components—financial aid, recruitment and
admissions; academic services, curriculum and instruction, and student services. The
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financial aid component focuses on disseminating information, increasing the availability
of need-based aid, and reconsidering how aid is packaged (Swail et al., 2003, pp. 95-96).
While the information on financial aid recommends that institutions take advantage of the
many technological resources available, it cautions that traditional means of
disseminating information should be continued based on the targeted constituencies’
access to technological advances. The recruitment and admissions component of the five
components of the student retention framework focuses on five major objectives (Swail et
al., 2003, pp. 98-99). These include capitalizing on pre-college programs offered by the
institution; integrating alternative assessment methods such as utilizing portfolios and
interviews; capitalizing on the use of student personnel in school visitations to help
develop peer mentor relationships; providing on-campus living experiences for high
school students enrolled in pre-college programs; and attaching course credit to freshman
orientation. The academic services component of the framework focuses on
implementation of regular and standard practices for advising; diverse instruction;
developing bridge programs between senior year of high school and freshman year of
college; developing a pipeline of students interested in college through pre-college
programs; and the promotion of informal faculty-student contact (Swail et al.,2003, pp.
102-103). The fourth component of Swail’s framework for success is curriculum and
instruction. The major objectives of this component are to advocate for a variety of
instructional practices; develop an integrated process of curriculum review; provide
extensive and on-going professional development, and designing multifaceted assessment
techniques (Swail et al. 2003, pp. 106-107). The final component of the framework,
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student services, had as its major objective diversity and multiculturalism, flexible
scheduling, career counseling, faculty-student interaction, and affordable room and board
plans (Swail et al. 2003, pp. 109-110).
Swail (2006) also provided guidance on how institutions can stay on the path of
increasing student retention. Swail stated that institutions must be able to answer the
questions of whether the nature of the problem (retention) was understood; why students
leave; what the institution was doing to address retention concerns; whether or not
programs in use were effective; knowledge of programs and strategies that should be
considered; whether evidence supports or exists throughout the campus in addressing the
problem; and whether the change process is understood. Swail contends institutions that
are able to answer these questions are well on their way to success in the development of
retention programs that work for their institutions.
Carol Landry (2002) conducted research on the retention of women and people of
color. Landry found that the factors that influence the departure decision for this group
are unique to the group. Some of the unique problems identified were : (1) many
minority students spend the first year struggling to find their comfort zone on the campus;
(2) financial aid concerns are more of an obstacle to minorities; and (3) even highachieving minorities have problems adjusting to the workload of college (pp. 1-5).
In conducting this research, Landry (2002) also noted that legislation was under
consideration for federal funding for the retention of minorities. It was noted that the
legislation acknowledged that (1) students from low-income families are significantly
more likely to leave college before obtaining a degree; (2) students from low-income
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families, even those with above average grades were more likely to leave college before
obtaining a degree; and (3) being a first-generation, working, low grade-point-average
student who delayed entry to college all impacted the departure decision (Landry, 2002,
pp. 11-12).
Hagedorn, Maxwell, and Hampton (2001) conducted a study whose purpose was
to determine the significant factors predicting retention among African American males
in a community college and to determine if the factors were changed when the number of
semesters enrolled changed. The study monitored enrollment of 202 African American
males for three consecutive semesters. The study looked at four categories of variables:
pre-college, ability, college-related, and personal and pull factors (Hagedorn et al. 2001,
pp. 250-251). The researchers found that the combined effect of pre-college (i.e.,
demographics and high school variables), ability (measured by an ability scale using
CAPP and a self-skill rating), and college related variables (e.g., Orientation, CUMGPA,
Average credit hours, study hours) explained more than three-fourths of the variance in
retention. The study found support for the impact of high school achievement and college
goal commitments (Hagedorn et. al. 2001, pp. 257-260).
Studies Focusing on Minorities at HBCUs
Sissoko and Shiau (2005) conducted a study that identified the determinants
affecting Black student enrollment at HBCUs. The model identified factors that affected
enrollment during a given year as a function of the real median income of Black
households, real average tuition and fees for all types of institutions, the average real
tuition and fees in a given year, the real average Pell Grant per student, the federal
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desegregation effort under different presidential administrations on Black student
enrollment in HBCUs, and the perception of quality by students and their parents based
on the average real HBCU expenditure per student during a given year (Sissoko & Shiau,
2005, p. 195).
The results showed that Black student enrollment at HBCUs was determined by
the average cost of tuition and fees, the average Pell Grant amount per student, the
retention rate, federal educational laws (e.g., decrease in need-based aid) and policies on
the desegregation of higher education, and Black population trends which showed an
increased total annual enrollment when freshman and transfer student enrollment
increased. The report also supported prior research that indicated a negative relationship
between enrollment and education cost (Sissoko & Shiau, 2005, p. 202). A rise in real
average cost of tuition resulted in a decline in Black student enrollment at HBCUs.
However, the real median Black family income had a positive but not significant effect
on changes in Black student enrollment. The average Pell Grant per student had a
positive and significant effect on Black enrollment at HBCUs. Black students were also
more sensitive to changes in need-based financial aid than White students. It was also
determined that perceiving the quality of an education at an HBCU had a positive but
insignificant influence on students’ enrollment decisions for HBCUs.
Henderson and Kritsonis (2007) reviewed the literature and examined the
graduation and retention rates of African American students. The study identified
predictors present among African American students attending HBCUs that contribute to
poor graduation rates. The researchers summarized the key concepts of the literature
37

review in four categories: academic preparedness, economic preparedness, HBCUs, and
psychosocial variables (Henderson & Kritsonis, 2007, pp. 5-6). Various constituents of
higher education have identified the need for improved K-12 educational systems,
improvement in the graduation rates of African American students, and the problem of
substandard educational opportunities for minority students. The ability of students to
afford to attend college was affected by the lack of adequate financial aid, high student
loan debt, rising costs of higher education, low financial support from families, and
increased number of working students (Henderson & Kritsonis, 2007, p. 7). The degree
to which HBCUs were able to contribute positively to graduation rates was dependent on
their ability to develop a nurturing environment, provide orientation and retention
programs similar to those on predominantly white campuses, develop a supportive
environment; and foster an appropriate degree of fit to the institution (Henderson &
Kritsonis, 2007, p. 5). The research indicated that HBCUs should work to ameliorate the
high stress of entering freshmen, the low belief about the value of a college education,
poor self-concept as it related to the individual’s ability to compete in college.
Demaris and Kritsonis (2006) examined the philosophical approach to persistence
at HBCUs through a study that examined the first HBCU, Cheney University. They also
presented retention strategies that could be utilized to develop a culture of excellence and
achievement for minority students on HBCU campuses. The study identified the
predictors of minority achievement as classroom experiences, faculty and student
interactions, and intellectual growth experiences which were also predictors of student
commitment and persistence (Demaris & Kritsonis, 2006, p. 4). Minority retention
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strategies at HBCUs must focus on providing positive experiences that strengthen student
integration and involvement and commitment to completing the degree.
Hutto and Fenwick (2002) surveyed over 1,000 freshmen at three HBCUs about
the availability and the quality of student services in the areas of enrollment management,
financial assistance, residence life, extracurricular activities, counseling services, and
academic support services. The researchers included single-sex male, single-sex female,
and coeducational HBCU institutions. Results of the study indicated that the
participants’ greatest concerns were about enrollment management and financial
assistance. The data revealed that enrollment management was the strongest predictor of
retention. In this instance enrollment management referred to pre-entry materials about
the institution, financial aid packages, and pre-entry access to financial aid counselors
(Hutto & Fenwick, 2002, pp. 22-23). The study found that the major factor influencing
student retention was the institution’s ability to communicate effectively at the pre-entry
phase about its offerings especially in the areas of enrollment management and financial
assistance. Private HBCUs can correct retention problems by strengthening the quality of
student services provided (Hutto & Fenwick, 2002, pp. 25-26).
The research on African American student retention identified some common
ground among many researchers. Charles Washington and Robert Schwartz (Washington
& Schwartz, 1998) as well as Michalyn Demaris and William Kritsonis (Demaris &
Kritsonis, 2006) found that social and academic integration were major predictors of
retention. The need to understand the contents of all aspects of retention programs at
individual institutions as well as the individualized needs of students gave rise to the need
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for institutions to study their particular students and environmental circumstances.
While commonalities exist, institutions can better understand their specific positions in
regards to retention by studying their institutions and their students.
Sharon Fries-Britt and Bridget Turner (2002) conducted a study using 34 Black
college students. The study was conducted with interviews and focus groups of Black
students from HBCUs and traditionally white institutions (TWIs). In some instances,
students had attended both and were therefore able to add more to the discussion having
experienced both settings. The study was based on the Tinto’s broad framework of social
and academic integration (Fries-Britt & Turner, 2002, p. 316).
The findings were consistent with other studies that compared Black students
attending historically black colleges and universities and traditionally white institutions.
It was determined that establishing support and campus involvement had positive effects
on students on both campuses. Another finding was that a Black students’ energy was
either cultivated or diverted based on their campus experiences (Fries-Britt & Turner,
2002, p. 319). Two key conclusions from the study were that institutions need to
understand the experiences of Black students and that the study would need to be
replicated at private HBCUs and TWIs who have different challenges and support for
education Black students (Fries-Britt & Turner, 2002, p. 327).
Robert Schwartz and Charles Washington (1998) conducted a study of African
American freshmen at a historically black college. They studied 442 first-year African
American college students in a private liberal arts college. Their primary aim was to
determine if selected cognitive, non-cognitive, and adjustment variables were able to
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predict academic success and retention. The study found that the best combination of
variables to predict academic performance and success were high school rank, personal
emotional adjustment, availability of a strong support person, high school grade point
average, and social adjustment (Washington & Schwartz, 1998, p. 53). Personal
emotional adjustment examines how the student may be feeling psychologically and
physically. Social adjustment is the ability to manage the interpersonal demands of
college (Baker & Siryk, 1989). The researchers identified the need for similar research on
historically African-American campuses to understand the African-American students in
a racially homogeneous setting (Washington & Schwartz, 1998, p. 55).
Robert Schwartz and Charles Washington (1999) also conducted a study on the
academic success and retention for African American women in college. The study was
conducted at a small historically black private liberal arts college in the Southeast. It
noted a shortage of available data on the prediction of college success of AfricanAmerican students at historically black institutions (Schwartz & Washington, 1999, p.
181). The researchers attempted to determine the cognitive and non-cognitive influences
on retention and success for African American women. The study indicated that high
school grades remain a significant predictor of academic performance regardless of race.
The study also found that non-cognitive factors may improve predictions of minority
success. The researchers found that academic self-concept may be the single best noncognitive predictor of academic success. Academic self-concept refers to how one
indicates publicly or privately the ability to achieve academic tasks as compared to others
(Shavelson, Hubner, & Stanton, 1976).
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The findings of the study were consistent with Tinto’s integration model in that
they indicate that academic success is a function of the ability to adjust to the academic
environment and to receive appropriate support (Schwartz & Washington, 1999, p. 186).
These researchers indicate that it is critical to examine African American students at
historically black institutions because studies of African American students in
historically black institutions has been largely overlooked in many past studies (Schwartz
& Washington, 1999, p. 187).
Critique of the Research
The research on college retention is expansive and has a long history. The
theoretical framework promulgated by Vincent Tinto has served as a model for many
retention studies. Some studies have modified Tinto’s model based on criticism that it
did not describe factors influencing minority retention. Tinto acknowledged this
weakness and adjusted his model. Alternate research has proposed additional models to
include additional variables associated with retention. These results have practical
implications for use in higher education models.
Various methodologies were used, including a wide range of regression models.
A wide range of independent variables were used in these studies while the dependent
variable tended to focus on retention or academic success.
Consistent throughout most of the research was the fact that integration to some
degree, which may vary based on the environment and the subjects being researched,
must occur. The research is also clear that no one framework works for every type
individual or institution. Recommendations for practice are often provided but fall short
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of guaranteeing success without a study and thorough understanding of the environment
in which institutions and their students operate. These factors also have influence on the
success or failure of strategies that may be employed as effective retention practices.
Assertions
The literature is consistent in some key areas. Most studies indicate that the
academic success in high school has been a consistent predictor of success in college.
This is most strongly shown in relation to high school grade point average. This has been
true regardless of the race.
Integration into the academic and social environment of the institution has also
appeared frequently in the findings of successful retention for many studies. While not
enough studies have been conducted on minorities at historically black colleges, a
seemingly homogenous environment, it is likely that academic integration or academic
success affects student retention. The presence of a dominant culture (either black or
white) does not ensure integration. Thus, historically black institutions will still have to
develop means of connecting students with the institution.
Research Questions
The literature reveals as many uncertainties regarding minority student retention
as there are revelations. It is clear that the analysis on a level that is specific to the
institution type and type of individual is necessary. It is proper to then pose the question
of what are the predictors of retention for minority students attending minority
institutions. The literature has indicated a gap in the research of minority students at
minority-serving institutions. The research has also indicated that the specific
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environment is critical to determining the predictors of success for each individual
institution. An examination of predictors for success of minority students at historically
black colleges has been articulated as an area in great need of further research. This study
will answer the following question:
What cognitive, social, and institutional factors included in the study can predict
student retention at a private liberal arts historically black college (PLAHBC)?
Organization of the Study
The remaining chapters of this study will focus on identifying the methodology
that will be used to conduct the study, reporting the data as gathered, and reporting the
findings and conclusions and implications for further research. Detailed information will
be provided in Chapter 3 regarding research design, the population sample, and how the
data was collected. Chapter 4 will report the results of the analysis of the data. The final
chapter, Chapter 5, will present the findings and conclusions, as well as implications for
additional research.

44

Chapter 3: Methodology
Research Design
A relational study approach was utilized to examine retention in a private liberal
arts historically black institution of higher learning. Relational studies examine a concise
problem that is based on a theoretical framework or a natural phenomenon and examine
the relationships between two or more factors. These studies draw inferences about the
possible effects of variables under review. Relational studies are conducted to understand
why things are the way they are (Light, Singer, & Willett, 1990, p. 3). This study
examined several cognitive, institutional, and social factors that influence first-year
retention in a college setting. As is true in all relational studies, data are not influenced or
manipulated by the researcher. Rather, data are merely gathered and correlations and
associations are investigated.
More specifically, relational research allows the researcher to identify an
association between a predictor variable and an outcome. These studies do not pretend to
establish causation (Light et al., 1990, p. 4). From relational studies, one cannot ascertain
whether the variable being studied caused the outcome or whether some other variable
not included in the study actually caused the outcome. These studies are not intended to
demonstrate responsiveness because there is not intervention (Light et al., 1990, pp. 3335). Rather, relational studies serve a very useful role in that research is conducted
without sometimes arbitrary manipulation of predictor variables. These studies are also
useful when other constraints do not permit randomization (Light et al. 1990, p. 36).
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Setting
The institution used in this study is a small private historically black liberal arts
undergraduate college located in the southern region of the United States. The institution
has been in existence since the late 1800s when it was first established as a normal school
for the training of teachers and ministers. The original mission focused on serving
underserved populations and those who may not otherwise have access to education. The
institution is 99% African American and coeducational with an enrollment that is equally
divided between males and females. The percentage of males enrolled during the five
year period under review ranged from 48% to 51%. Approximately 98% of all students
receive some form of federal financial aid, and students are largely traditional college age
students. The institution has experienced significant growth in enrollment since 2002,
ranging from 813 students in 2002 to 2,222 students in 2010; representing a 173%
enrollment increase during this eight-year period. Generally, the majority of students
attending this college come from throughout the southern region. However, a significant
portion of the student population is drawn from several states in the Midwest. The culture
of the institution is best described as a small, nurturing environment with a high level of
access to key college administrators.
Sample
This study includes data on first-time freshmen who entered the college beginning
fall 2006 through 2010. For purposes of this study, a first-time freshman at the college
refers to a student who is attending the institution for the first time and has not attended
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any other institution. Approximately 3,047 students (or cases), representing 5 years (or
cohorts), have been identified. Data for each of the cohorts are as follows: fall 2006 (n =
445), fall 2007 (n = 594), fall 2008 (n = 628), fall 2009 (n = 685), and fall 2010 (n =
695).
The final number of cases dropped to 2,708 as some cases were eliminated
because data on key variables was missing. However, if values for HSGPA, FAGPA,
CUGPA, and ACT were missing, mean values were used from data available on the
cohort. There were 339 cases with missing data. A total of 88.9% of cases were used in
the analysis.
The data for the study was collected from the institution’s administrative system
by way of transcripts, initial application information, and from the financial aid software
system called EdExpress. Data was compiled using Microsoft Office Excel spreadsheets
and then uploaded to SPSS 20 for statistical analysis.
The research only involved the collection of existing data at the institution in the
study. The data were not publicly available; it was available to certain members of the
institution based on security clearance levels determined by specific departments and the
department of information technology. Students (cases) in the study were not identifiable
directly or through personal identifiers. A case number in the study was used to
distinguish individual cases and was not based on any personally identifying information.
IRB approval has been granted to conduct this research from the University of
Memphis.
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Variables
The dependent variable in the study was student retention (SRET). Student
Retention was operationally defined as the student’s continued enrollment from the first
fall term to the next fall term. This measure is a dichotomous variable. Table 2
summarizes all variables used in this study, including variable name, variable code,
variable type (interval, dichotomous, etc.), and coding.

Table 2
Variables Included in the Study
Variable Name
Student Retention

Variable Code
SRET

Variable Type
Dichotomous

Gender

G

Dichotomous

High School Grade
Point Average
ACT Score
Fall Semester
Grade Point
Average
Cumulative Grade
Point Average
Residential Living
Status
First Generation
College Student

HSGPA

Interval

ACT
FAGPA

Interval
Interval

CUGPA

Interval

RLS

Dichotomous

FGEN

Dichotomous

Family Size
Financial Aid

FS
FA

Interval
Dichotomous

Financial Need
Met

NEED

Dichotomous
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Coding
0=Did not return
1= Returned
0=Female
1=Male

0=Not on campus
1=On campus
0=Not 1st
generation
1=1st generation
0=No aid
received
1=Aid received
0=Need not met
1=Need met

Table 2 (continued)
Variables Included in the Study
Variable Name
Pell Grant

Variable Code
PELL

Variable Type
Dichotomous

Aid Amount

ADAMT

Interval

Coding
0=No Pell
received
1=Pell received

Cognitive factors identified are HSGPA, ACT, FAGPA, and CUGPA. Social
factors include G, FGEN, FS, and RLS. Institutional factors include FA, NEED, PELL,
and ADAMT.
It is understood that HSGPA may not be the same as final high school grade point
average as admission decisions are often based on a seven-semester transcript from the
high school. ACT is defined as the composite score reported by the external agency to the
admissions office and used as a basis for the admission decision. FAGPA is defined as
the grade point average earned at the end of the first fall term. CUGPA is defined as the
earned cumulative GPA at the end of the first spring term prior to the next fall term of the
student. When values were missing for HSGPA, ACT, FAGPA, and CUGPA, their
respective cohort mean values will be used. Financial need was be considered to have
been met if the expected family contribution (EFC) plus financial aid amount received
less the cost of attendance (COA) is greater than or equal to zero (i.e., NEED = 1 if EFC
+ ADAMT – COA > /= 0).
Data Collection
The data for this study were collected from the institution’s administrative and
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financial systems. Information in these systems is compiled from inputs and records
from various offices of the college. Each administrative unit is responsible for entry of
data under its initial control. The initial input of data starts in the Office of Admissions
where initial applicant data are entered for all students seeking admission to the college.
Student data are simultaneously maintained on the administrative system and also on a
Microsoft Excel spreadsheet commonly referred to as the Admissions Master Chart. This
spreadsheet contains information that allows the Office of Admission to track and
categorize an applicant’s level of interest in attending the college. Other offices share
information for inclusion in the Master Chart; the Office of Financial Aid provides
financial status of applicants including whether they have filed for financial aid and the
expected family contribution (EFC), an initial need assessment. The Master Chart
represents a compilation of pertinent information from both the administrative and
financial aid systems. In this study, the Master Chart served as a secondary source of data
to confirm the accuracy of data gathered from both systems.
The primary collection source for data was the administrative system. This system
is used by the institution for official reporting purposes to federal, state, education
associations, and numerous agencies. This information is used to prepare federal and state
reports on institutional enrollment and financial aid. The information contained in this
system is reliable and consistent. Data elements for all students (cases in the study) are
coded in the same fashion and entered using a specified protocol. For verification
purposes, the same routine for gathering information from this system was repeated to
ensure consistency in gathering of data elements for all cases under study. The integrity
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of the data used in this study is assured through limitations in access to specific data
elements in the administrative system. The administrative system is capable tracking
changes made at the user level. Only designated personnel with special clearances are
allowed access and/or clearance to make changes in the admissions and financial aid
records of students. Therefore, there are adequate assurances that the data used in this
study did not change over time and replication using the same data set would produce the
same results.
Data Analysis
Regression analysis is a technique that is used to determine relationship between
two or more variables, usually a dependent variable to be predicted and an independent
variable. Simple regression shows the relationship between one independent variable and
a dependent variable. Multiple regression predicts the dependent variable with two or
more independent variables. Regression analysis provides an opportunity to specify
hypotheses regarding the nature of effects and explanatory factors.
Various forms of regression analysis have been used in retention research. Charles
Washington and Robert Schwartz used a stepwise regression to gain a better
understanding of freshmen at an HBCU to predict academic success and retention
(Washington & Schwartz, 1998, p. 55). Hagedorn et al. used logistical regression
equations to analyze the dependent variable of retention on four blocks of independent
variables ( p. 248). Washington and Schwartz (1998) also conducted a study predicting
the academic success and retention of African American women in college. This study
used a multiple regression model to examine the relationship between selected cognitive
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and non-cognitive variables. In addition, stepwise and logistic regression was also used in
the analysis. Claude Hutto and Leslie Fenwick (Hutto & Fenwick, 2002) used stepwise
multiple regression for the analysis of the dependent variable retention and the
independent variables of counseling services, financial assistance, and enrollment
management. Another study on the differential impact of academic and social
experiences on college-related outcomes across different ethnic and gender groups
employed discriminant analysis along with logistic regression (Nora et al.1996, p. 438).
Therefore, logistic regression has a long history of use in retention research and was the
statistical tool for this study.
Logistic regression, sometimes referred to as a logit model was utilized because it
best captures the fundamental question: What cognitive, social, and institutional factors
included in the study can predict student retention at a private liberal arts historically
black college (PLAHBC)? In other words, what cognitive, social, and institutional
factors included in the study can predict student retention at a private liberal arts
historically black college (PLAHBC)? Both discriminant analysis and logistic regression
models predict group membership. However, discriminant analysis assumes
independent variables are continuous. In contrast, logistic regression allows for
continuous, discrete, or dichotomous variables or a mix of any of these variables. This
study included both dichotomous and continuous variables; it focused on a dependent
variable that reflected two mutually exclusive groups, those who were retained and those
who were not. The following logistic equation:
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[

]

Where P is the predicted probability of student retention (SRET), α is the
constant, β is the coefficient of the predictor variables, and Xi is a series of exogenous
varies and where i represented the independent variables 1, 2,…n and where n is equal to
12 variables. A Wald Test (z-statistic) was calculated to test the significance of each
coefficient. Additionally, the Likelihood Ratio Test (LRT) was computed to ascertain
whether at least one independent variable contributes to retention. The LRT uses the
maximized value of the likelihood function for the entire model over the maximized
value of the likelihood function for the simpler model. Accordingly, this LRT utilized a
stepwise selection method with entry testing based on significance of the statistic and
removal testing based on the probability of a likelihood ratio statistic based on
conditional parameter estimates (SPSS, 2007, p. 4). Finally, a Chi-square test was used
to test whether independent variables as a group have no effect on student retention. The
significant Beta coefficient was assessed at p-values equal to .01, .05, and .1.
As stated earlier, logistic regression does not rely primarily on the assumption
of normal distribution as discriminant analysis does. However, the results may be more
stable if the predictor variables have multivariate normal distribution. This represents a
limitation or weakness in the use of a logistic model.
In addition to the normality weakness, logistic models are also subject to
multicollinearity. Multicollinearity is common in regression-type models with
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multiple independent variables. It is the result of strong correlations between and/or
among independent variables. Typically, significant multicollinearity inflates
variances in parameter estimates; and may cause wrong signs and magnitudes of
regression coefficient estimates. That is, multicollinearity among the independent
variables can cause biased estimates and inflated standard errors. More importantly,
multicollinearity can create incorrect conclusions about relationships between
independent and dependent variables.
Several tests are used to test for multicollinearity. First, correlations and
associations between pairs of independent variables were examined. Second, Collinearity
Diagnostics (SPSS) were run to ascertain whether several variables are interdependent. A
Tolerance and Variance Inflation Factor (VIF) will be examined for each variable.
Tolerance is computed as follows: Tolerance = 1- RSQ, where RSQ is the coefficient of
determination for the regression of that variable on all remaining independent variables.
Low values indicate high multivariate correlation. A VIF score of 10 was used as a cutoff
or indicator of unacceptable multicollinearity. If unacceptable levels of multicollinearity
are found, certain variables are combined or dropped to ensure better stability of the
logistic regression model.
Chapter 4 provided the detail of the data analyzed using SPSS. It included the
mean value for HSGPA, FAGPA, CUGPA, and ACT by respective cohort year. Chapter
5 concludes with the findings and observations from the data described in Chapter 4.
Chapter 5 also includes conclusions and implications for additional research.
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Chapter 4: Findings
The Model
A logit model was used to predict the impact of 12 independent variables
presented simultaneously to predict whether students return or not return to college. The
independent variables are grouped into three categories 1) institutional factors, 2) social
factors, and 3) cognitive factors. The institutional variables were FA, NEED, PELL, and
ADAMT. The social factors include GENDER, 1st GEN, FS, and RLS. The cognitive
factors included were HS GPA, ACT, FA GPA, and CU GPA. The probability of the
student returning over the student not returning was presented using an odds ratio. All
independent variables for this model were entered simultaneously. The coefficients were
examined to determine the effects of each independent variable in the models (equation)
result.
Correlation tests in the initial model showed a high degree of correlation between
FA GPA and CU GPA. The Pearson Correlation between FA GPA and CU GPA was
.917. Thus, FA GPA was excluded from the final model. FA GPA was excluded because
it was the first grade point average earned. The CU GPA was the latest grade point
average earned and closest to the time when the retention decision was made.
Descriptive Statistics
Descriptive statistics of the combined five year cohorts for the variables used in
this study are presented in Table 3. These include mean and standard deviation.
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Table 3
Descriptive Statistics Five Year Combined Cohorts
Variable

Mean

Std. Dev.

.57

.495

.99

.087

.24

.427

.87

.336

11972.31

3877.051

GENDER (=1 if male; = 0 if
female )
1ST GEN (= 1 if 1st GEN; = 0
if not 1st GEN)
FAM SIZE

.50

.500

.58

.494

3.39

1.600

RES STATUS (= 1 if On
Campus; = 0 if Off campus)
Cognitive Factors

.91

.289

HS GPA

2.302

.5268

ACT

15.74

2.356

FA GPA

2.394

.989

CU GPA

2.367

.937

Dependent Variable
SRET (= 1 if returned; = 0 if
not returned)
Independent variable
Institutional Factors
FA (= 1 if received; = 0 if
not received)
NEED (= 1 if met; = 0 if not
met)
PELL (= 1 if received; = 0 if
not received)
AID AMT
Social Factors
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A review of cognitive factors indicates that students were fairly homogeneous
through the five cohort years. Table 4 identifies mean value for high school GPA, ACT,
FAGPA, and CUGPA.

Table 4
Mean Value Cognitive Factor All Cohorts
2006

2007

2008

2009

2010

HS GPA

2.28

2.24

2.32

2.34

2.311

ACT

15.79

15.75

15.99

15.74

15.46

FAGPA

2.414

2.468

2.509

2.335

2.273

CUGPA

2.416

2.367

2.520

2.360

2.206

Other variables included are also fairly homogeneous for all cohorts. The data in
Table 5 indicates that 90 - 92 %of students reside on-campus. Recipients of Pell grants
range from 79 - 94 % for first-time freshmen. The mean over all cohort years is 87%.

Table 5
Mean Value:
Residential Living Status and Pell by Cohort Year and Combined Cohort

RES
STATUS
PELL

2006

2007

2008

2009

2010

Combined

.90

.90

.91

.91

.92

.91

.79

.83

.86

.90

.94

.87
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Multicollinearity
As previously stated, multicollinearity exists when variables are so highly
correlated with each other that they basically represent the same thing. Correlation tables
may reveal a potential multicollinearity problem. Generally, a correlation of .70 or more
represents a high degree of multicollinearity. In examining the correlation table for the
combined cohort data, two variables appear to be highly correlated. FAGPA and CUGPA
are correlated at the .917 level as indicated in Table 6. This is the same at the individual
year cohort level also. For this analysis, FAGPA was dropped because the correlation
exceeded the .70 threshold.

Table 6
Pearson Correlations
Varia
ble
SRE
T

SRE
T

GEN
DER

HS
GPA

ACT

FA
GPA

CU
GPA

RES
STA
T

FGE
N

FA
M
SIZE

FIN
AID

PEL
L

AID
AM
T

NEE
D

-.079

.047

-.042

.197

.215

-.031

-.034

-.018

.016

-.028

.286

.106

-.212

-.036

-.163

-.157

-.021

-.058

-.015

-.020

-.052

-.040

.020

.205

.334

.344

-.017

.002

.044

.032

-.019

.077

.032

.201

.191

-.015

-.049

-.002

-.055

-.127

-.051

.081

.917

.073

-.071

.041

.059

-.087

.295

.174

.095

-.062

.038

.054

-.090

.289

.163

1.00
0
1.00

GEN

-.079
DER

0
1.00

HS

.047

-.212

GPA

0
1.00

ACT

-.042

-.036

.205
0

1.00

FA

.197

-.163

.334

.201

GPA

0
1.00

CU

.215

-.157

.344

.191

.917

GPA

0
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Table 6 (continued)
Pearson Correlations
Varia
ble

SRE
T

GEN
DER

HS
GPA

ACT

FA
GPA

CU
GPA

-.031

-.021

-.017

-.015

.073

.095

RES
STA

RES
STA
T

FGE
N

FA
M
SIZE

FIN
AID

PEL
L

AID
AM
T

NEE
D

-.016

.062

-.001

-.048

.159

.045

-.010

.026

.169

.041

-.144

-.002

-.038

.014

.012

.227

.270

-.018

.232

-.451

1.00
0

T

1.00

FGE

-.034

-.058

.002

-.049

-.071

-.062

-.016

N

0
1.00

FAM

-.018

-.015

.044

-.002

.041

.038

.062

-.010

SIZE

0
1.00

FIN

.016

-.020

.032

-.055

.059

.054

-.001

.026

-.002

AID

0
1.00

PELL

-.028

-.052

-.019

-.127

-.087

-.090

-.048

.169

-.038

.227
0

1.00

AID

.286

-.040

.077

-.051

.295

.289

.159

.041

.014

.270

.232

.186

AMT

0
1.00

NEE

.106

.020

.032

.081

.174

.163

.045

-.144

.012

-.018

-.451

.186

D

0

In addition to examining correlation tables, the tolerance and VIF factors were
also computed to confirm the existence of multicollinearity among the variables. A
tolerance level greater than or equal to 1 typically indicates a problem with
multicollinearity. Similarly, a VIF greater than 10 also highlights multicollinearity
concerns. Table 7 presents the collinearity statistics of tolerance and VIF for the
combined cohort groups.
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Table 7
Tolerance and VIF Statistics Five Year Combined Cohorts

Variable

Tolerance

VIF

GENDER

.937

1.067

HS GPA

.831

1.204

ACT

.916

1.092

FA GPA

.155

6.440

CU GPA

.156

6.425

RES STAT

.955

1.047

FGEN

.957

1.045

FAM SIZE

.992

1.088

FIN AID

.896

1.116

PELL

.649

1.540

AID AMT

.706

1.416

NEED

.699

1.431

The tolerance level does not exceed 1 for any of the cohort variables. In addition,
the VIF factors are also below the 10 threshold. No additional variables were dropped.
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Logistic Regression Model
A logistic regression analysis was employed to predict those students who would
return the following fall semester for 3,047 students using gender; high school GPA; fall
GPA; cumulative GPA; residential living status; first generation college student; family
size; financial aid; Pell recipient; aid amount; and financial need as predictors. A test of
the full model against a constant only model was statistically significant, indicating that
the predictors as a set reliably distinguished between those who returned and those who
did not return. The null model correctly predicts 57.8% of the time; however, the
prediction level improves to 68.8% of the time when the independent variables are
included. The Omnibus tests of model coefficients is presented in Table 8.

Table 8
Omnibus Tests of Model Coefficients
Chi-square

Df

Sig

351.820

11

.000

Block

351.820

11

.000

Model

351.820

11

.000

Step 1 Step

A chi- square with 11 degrees of freedom yielded a value of 351.820 and a
probability of p<0.000. Thus, the model has a poor fit with the model containing only the
constant which indicates that the predictors do have a significant effect and create a
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different model. All variables were entered at the same time. Thus, there is only one
model to compare to the constant model because a stepwise process was not used. This
model represents the full model specified in logistic regression. There are no additional
steps as blocking or stepwise regression was not utilized. Thus, the chi-square statistic is
the same for step, block, and model. The model indicates that it is statistically significant
because the p-value (Sig) is less than .000. The chi-square tests the null hypothesis,
which states that there is no significant difference between the number expected to return
and the number observed as returning.
The logistic regression model summary also provides an approximation of the
coefficient of determination R-Square. Table 9 provides the model summary.

Table 9
Model Summary

Step
1

-2 Log
likelihood
3335.137a

Cox & Snell
R Square
.122

Nagelkerke
R Square
.164

It should be noted that the Cox and Snell’s R-Square imitates multiple R-Square
based on likelihood. The Cox and Snell R-Square indicate that 12.2 percent of the
variation in the dependent variable, SRET, is explained by the logistic model. The
Nagelkere R Square is most often used in logistic regression. It is normally higher than
the Cox and Snell measure. This model indicates a relationship of 16.4 percent between
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the predictors (independent variables) and the prediction (whether students will return).
The classification output table indicates how many of the cases where the
observed values of the dependent variable, SRET, have been predicted correctly. Table
10 shows the results of this analysis. The logit model observed 1143 cases as not
returning and successfully predicted 501 (43.8%) cases of these cases as not returning.
The model also observed 1564 cases of students returning and successfully predicted
1362 (87.1%) of these cases as students who did return.

Table 10
Classification Table
Predicted
SRET
Did Not Return

Returned

Percentage
Correct

Did Not Return

501

642

43.8

Returned

202

1362

87.1

Observed
SRET

Overall Percentage

68.8

The Wald statistic and associated probabilities provide an index of the
significance of each predictor variable in the regression equation. The simplest way to
assess the Wald statistic is to take the significance values and if less than .05 reject the
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null hypothesis as the variable does make a significant contribution. Table 11 presents
variables in the equation which provide the results of the estimation of retention using the
logistic regression model.

Table 11
Variables in the Equation

Variable

B

S.E.

Wald

df

Sig.

Exp(B)

FA

1.606

.592

7.348

1

.007

4.982

NEED

-.004

.117

.001

1

.970

.996

PELL

.568

.158

12.916

1

.000

1.764

ADAMT

.000

.000

165.277

1

.000

1.000

GENDER

.296

.086

11.951

1

.001

1.345

1ST GEN

.146

.086

2.889

1

.089

1.157

FS

-.041

.026

2.536

1

.111

.960

RLS

.736

.165

19.991

1

.000

2.087

HS GPA

-.079

.087

.828

1

.363

.924

ACT

-.067

.019

12.847

1

.000

.935

Institutional Factors

Social Factors

Cognitive Factors
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Table 11(continued)
Variables in the Equation
Variable
CU GPA

B

S.E.

Wald

df

Sig.

Exp(B)

.340

.054

40.362

1

.000

1.405

In this case, it is noted that gender, ACT score, cumulative GPA, residential living
status, financial aid, Pell, and aid amount contributed significantly to the prediction. The
Wald statistic for these variables is less than .05; thus, the null hypothesis is rejected.
The Exp(B) column can be interpreted in terms of the change in odds and presents the
extent to which raising the corresponding measure by one, all other variables remaining
constant, influences the odds ratio. This model found the following:


Being male increases the likelihood of returning by 1.345 times;



A one unit increase in ACT decreases the likelihood of returning .935 times;



A one unit increase in CUGPA increases the likelihood of returning 1.405 times;



Living on campus (RLS) increases the likelihood of returning 2.087 times;



Receipt of financial aid (FA) increases the likelihood of returning 4.982 times;



Receipt of Pell increases the likelihood of returning 1.764 times; and



An increase in financial aid amount (ADAMT) increases the likelihood of
returning 1.00 times.
Alternatively, B values were used to develop the logistic coefficients in this

predictive equation. Utilizing this model, the coefficients of the equation would be
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expressed as follows:
(.296 x G) – (.067 x ACT) + (.340 x CUGPA) + (.736 x RLS) + (1.606 x FA) + (.568 x
Pell) + (.000 x ADAMT).
Results from this model indicated that HSGPA, FGEN, FS, and NEED were not
significant predictors. While not significant, increases in HSGPA, FS, and NEED
reflected a decrease in the likelihood that students would be retained.
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Chapter 5: Conclusions and Implications for Further Research
Summary of Findings
The results of the model indicated that certain institutional factors such as receipt
of financial aid, Pell received, and financial aid amount received significantly influenced
retention of students. The social factors of gender (being male) and residential living
status (living on campus) significantly influenced whether a student was retained.
Additionally, the cognitive factors such as ACT score and CU GPA were also significant.
The strongest predictor of student retention was financial aid. Residential living status is
the next strongest indicator of retention followed by Pell, and cumulative grade point
average.
However, the relative significance of the combined set of variables is limited. As
indicated from the results of the Cox and Snell R-Square and the Nagelkerke R-Square,
the logistic model accounts for only 12.2% and 16.4 %, respectively.

Ideally, a model

should indicate a stronger relationship between the independent variables and the
dependent variables. The individual cohort year statistics for the Cox and Snell and
Nagelkerke R Square in this study have the best score in 2006, 22.9% and 31.5%,
respectively. While the R-Square was significantly different in 2006, with Cox and Snell
and Nagelkerke R-Square, no other years’ resulted in an R-square above 16.3% and
21.8%, respectively.
Overall, the percentage of cases correctly predicted was 68.8%. Of 1,143 cases of
those who did not return, the model correctly predicted 501 or 43.8%. Of the total 1,564
cases who returned, the model correctly predicted 1,362 or 87.1%. This captures 43.8%
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of those who did not return predicted correctly and 86.8% of those who returned
predicted correctly. A review of these statistics for each individual cohort year indicates
that the maximum percentage correct for those who did not return was 54.9% in 2010 and
90.4% in 2007 for those who returned. This suggests that the model may be better at
predicting who remains.
Using the Wald statistic, the variables that made a significant contribution to the
model were gender, ACT, cumulative GPA, residential living status, financial aid, Pell,
and aid amount. Males were more likely to return; students with higher cumulative GPA
were more likely to return; and students with financial aid were more likely to return.
However, students with higher ACT scores were less likely to return.
Conclusions
These results support conclusions drawn from previous studies. Pascarella et al.
(2004) concluded that inadequate financial aid impacted the academic and social
integration of low income students which in turn affected persistence. Nora et al. (1996)
found differences in persistence according to gender. Nora et al. (1996) found that a
higher GPA had a positive effect on persistence among minority students. These findings
of Nora et al. (1996) have been duplicated by this study, which also found that receipt of
financial aid is the most significant factor influencing retention.
Sissoko and Shiau (2005) in a study that focused on minority students at HBCUs
found the average Pell grant amount had a positive and significant effect on African
American enrollment at HBCUs. Studies conducted by Henderson and Kritsonis (2007)
and Hutto and Fenwick (2002) found that adequate financial aid and financial assistance
68

were significant factors in predicting retention for African American students attending
HBCUs. The results from this study were consistent with the findings of this study.
This study may help college administrators focus retention and intervention
strategies on the areas most affected. For example, having identified financial aid and the
amount of financial aid as factors, college officials may need to reconsider their financial
aid packaging philosophy. The private liberal arts historically black college could revise
the financial packaging philosophy of institution aid and positively affect retention.
Institutional funds may need to be redirected to increase the number of students who
reside on campus. Further, colleges may want to mandate that students in their first two
years live on campus. This may require additional capital expenditures for residential
living space. These results clearly support that a packaging philosophy that includes on
campus housing as a vital component of financial aid award. The financial aid packaging
of Pell recipients is particularly vital. The retention rate of Pell students would
significantly improve by having them live on campus.
Implications for Further Research
While this study revealed noteworthy information for the set of variables included
in the model, there were clearly other variables that account for retention and return rates
to college. There may be other variables that were not included that have a significant
impact on the retention decision. Notably, in all cohorts, individual and combined, the
percent of correct predictions for those who did not return was below 60%. Other
cognitive, social, and institutional factors may provide additional insight. Relevant
studies have included cognitive variables such as successful completion of core courses
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in mathematics and English. Additional social factors such as involvement in campus
clubs and organizations and inclusion of these variables may provide relevant
interpretation of how well students were integrated into the institution. These factors have
resulted in positive retention decisions on the part of students. The model used in this
study was unable to predict with the same accuracy those who returned and those who
did not return. This was an indicator that different variables accounted for these
decisions.
This study can be expanded to include a longitudinal study that would track these
same cohorts through graduation. Determining whether these factors become more
significant over time may provide valuable insight on retention and graduation rates. A
longitudinal study could also ensure that each case represents a true drop out and not a
stop out. It may also be beneficial to add a qualitative aspect related to retention. Perhaps
the substantial difference in the number of correct predictions suggests that students need
to be talked to for a deeper understanding of decisions affecting retention.
The private liberal arts historically black college study examined several factors,
including receipt of financial aid, residential living status, Pell grant, and cumulative
GPA. This study was important because it provided the institution with tangible results
that may alter retention, and ultimately graduation rates of its students. The institution has
the opportunity to modify policies and have a tangible effect on retention. By working
cooperatively with all facets of the institution, positive change can be made.
Two findings from this study deserve further study by the private liberal arts
historically black college. First, being male leads to retention. Second, an increase in
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ACT decreases the likelihood that a student will be retained. What factors at the
institution may contribute more to males staying? Information should be obtained on
whether there is a stronger support system for males or other institutional cultural biases
that favor males over females. If not biases, are there factors that affect females, such as
unplanned pregnancies that cause females to depart from the institution more than males.
Again, these may represent additional variables that could provide insight on the
retention decision. Further study should be considered by the institution. As it relates the
finding that a one unit decrease in ACT decreases the likelihood of retention may be
associated with the perception of quality of students and parents. Concerns have been
raised about the perception of quality by students and parents when selecting an HBCU to
attend. It is possible this may have manifested itself in the results of this ACT statistic.
The researcher’s interest in the topic of retention was, at one point, expressed
through poetry.
Why Oh Why, Why Does She Go
Why Oh Why, Why Does She Go;
Why Can’t She Stay;
Some a year;
Some a semester;
Some don’t even make a trimester;
Why Oh Why, Why Does She Go!
I’ve watched and waited;
Many a year; since ’92, I been here;
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Watching and waiting;
For faces to return;
Watching and waiting;
As she comes and then goes;
Doing my best to help her hold on!
I did my best each time I tried;
I let her move into my home;
Why Oh Why, Why Does She Go!
Seems the more I try; the more she goes
It must be more than just what it seems;
Support she needs and you can give that;
But times goes on and she can’t hold on;
It’s a burnin’ a hurtin’ inside; No matter how I tried;
Why Oh Why, Why Does She Go!
What does it matter some may say;
I see my sister as I look at Her each day;
Why Oh Why, Why Does She Go!
Seven sisters I have and I still don’t know;
Why Oh Why, Why Does She Go!
Sister, my sister what do you need;
I would move the mountain I would change the trees;
Why Oh Why, my sister do you go!
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Why Oh Why, Why Does She Go!
I really, really don’t know;
I think it’s the money;
I think it’s the baby;
I think it’s the whole family situation;
I’ll prove it; I’ll do it;
I will let myself see;
What I’ll find out;
It takes more than Me;
It takes a love bigger than life;
Don’t know if a semester is long enough for the strife;
It takes a connection that reaches inside;
Support that all life must be beside;
Why Oh Why, Why Does She Go!
As the literature continued to highlight retention as a concern for higher education, the
researcher’s concern developed to include African American students at historically black
institutions. This study added to the literature and was insightful for the private liberal
arts historically black college. Research continues, as demands for accountability for
retention and graduation persist. The answer to retention concerns lie in each additional
study, in each additional element of each individual environment to develop a model or
models that work for specific environments. The answer is complex as the poem
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suggests. Consequently, diving deeper in each study will continue to add to the puzzle
and the possibility that the long sought solution to student retention will be solved.
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